unknown is students' awareness of learning throughout a service-learning opportunity. Students may be unaware of their learning experience and may perceive their experience as contributing to or not contributing to their learning experience.
Diversity and Service-learning
Currently, the United States is experiencing an increase in diversity and a shift in cultural representation within the population. The education system is directly impacted by the growth of diversity with students experiencing different classroom climates and exposure to new cultural experiences. With this shift in population, service-learning grows even more salient in the college student's experience, as students interact with other individuals from cultures that are unlike their own during and after college. Furthermore, exposure to diverse scenarios aides in the learning and overall experiences of students (Loes, Pascarella, & Umbach, 2012) . Students need to develop the skills that will allow them to navigate successfully across cultures (Blithe, 2016; Karakos et al., 2016) . Service-learning encourages and provides an opportunity for students to develop needed skills, embrace diversity, and enhance their own personal development (Gullicks, 2006; Simons & Cleary, 2006; Simonds, Lippert, Hunt, Angell, & Moore, 2008) .
Service-learning has been demonstrated to assist in multicultural awareness and enhancing a student's intercultural skills (Einfeld & Collins, 2008; Oster-Aaland et al., 2004; Warren, 2012) . Utilizing service-learning in an intercultural communication course can be beneficial because students are able to apply service-learning intercultural course materials in real-world contexts involving people from diverse backgrounds. Service-learning provides a venue for students to practice and demonstrate skills that are taught via traditional classroom methods, such as lecture or textbook readings.
That service-learning helps in the retention of course material, achievement of learning outcomes, and the realization of multitudes of other benefits to students is unchallenged. However, further understanding of student perceptions of service-learning is warranted, therefore the following research question is proposed: RQ: Do students perceive through reflective observations that service-learning assists in their understanding of course content?
Method

Participants
Participants were drawn from an undergraduate intercultural communication class. Of the total population of 393 undergraduate students enrolled in three sections of the course, 382 participant responses were used for analysis, as 11 students did not complete the assignment. The same instructor taught all three sections of the course over a four-year period. Of the original 393 participants, 61% (241) were female and 39% (153) 
Service-learning Activity
Participants were assigned an experiential service-learning activity as a requirement of the course. The assignment required each student to provide 10 hours of service to a local community organization throughout the duration of the semester. Students were instructed to select organizations that they would be able to interact with other individuals from different cultural groups than their own. A cultural group in this assignment was defined broadly to include economic status, social status, ethnicity, education level, age, sex, sexual orientation or other identifying factors. Students having trouble in selecting an organization were given assistance in finding an organization.
The assignment required students to practice their intercultural communication skills while servicing the needs of their chosen community organization. To receive full credit for the assignment, students submitted a contract identifying a point person at the student's chosen organization and detailing scheduled hours that the student would work with the organization, a report during the middle of the semester, and a final service report once the assignment was completed. Students were required to schedule at least four sessions with their organization to establish a relationship with the organization.
Instrument
The instrument used in this study was developed as part of a larger project designed to measure student perceptions of a service-learning activity at a mid-sized university located in the Upper Plains. The instrument was a combination of a series of questions and student reflections. Students completed the instrument after finishing the service-learning assignment. The specific question used to provide data in the present study was: "How did this service experience help you to better understand ideas or subjects we studied in class?" The responses were usually one or more sentences in length.
Data Collection
Students turned in their final service report at the end of the semester for grading by the instructor. Prior to the beginning of the semester, students were informed that their responses would be retained as a part of ongoing assessment being completed for the institution. All names and identifiers were removed from the data and responses were numbered from 001 to 382. The authors identified the participants' numbers as the source of each sentence. A total of 1125 sentences were recorded in the data. Seven sentences were excluded from the data because of their illegibility or incongruity, bringing the total number of usable sentences to 1118. Similar to the broader project, respondents' sentence(s) were typed into a spreadsheet with one sentence per line entry. The participants' numbers (e.g., 001, 002 . . . 382) were used to identify each sentence, allowing participants to provide more than one sentence in the data set.
Coding
The authors created the initial codebook using an open-coding process (Saldaña, 2013) whereby the data were read several times to identify the nature of the responses provided. Four broad categories emerged: Perceptions about cognitive understanding; perceptions about behavior; perceptions about content matter and/or context for service-learning experience; and other perceptions. Within each of these categories, subcategories became identifiable: new perceptions about the general category topic, changed perceptions about the general category topic, and improved perceptions about the general category topic. A preliminary review of the data suggested to the researchers that these categories would provide for the coding of the data in such a way that the research question could be answered.
In consultation, the two authors determined the data could be coded initially to place the unit of analysis into one of the four general categories (e.g., 0 = no answer; 1 = cognitive understanding; 2 = behavioral understanding; 3 = content/context specific understanding; and 4 = other). Then, units of analysis would be coded for those who responded to determine the nature of the perception (e.g., 1 = new perception; 2 = changed perception; 3 = improved perception; 4 = other perception).
Two independent coders were trained using the codebook to conduct a preliminary coding of 38 randomly identified units of analysis, to establish inter-coder reliability. A Cohen's kappa was used as Cohen's kappa "prevents the inflation of reliability scores by correcting for chance agreement" (Hruschka et al., 2004) . The initial coding produced results that were insufficient to establish inter-coder reliability, so authors and the coders reviewed the codebook and discussed areas where disagreement occurred. An additional 38 randomly identified units of analysis were isolated for a second round of testing. While the results improved, they were still insufficient to establish inter-coder reliability.
When inter-coder reliability is deemed unacceptable by the researchers, the codebook is discussed and modified. Coders then repeat the coding process with new data until acceptable inter-coder agreement is reached (MacQueen, McLelland, Kay, & Milstein, 1998; Miles, & Huberman, 1994) . The authors reviewed and discussed the codebook, identifying two flaws: First, considering units of analysis separately (particularly when there may be more than one sentence from a participant) did not provide sufficient context to discern the meaning of the individual unit of analysis; and second, asking coders to determine levels of learning based upon the unit of analysis required too much interpretation. To address the first limitation, the unit of analysis changed from each individual sentence to all of the sentences provided by each individual participant. This enabled the coders to have a more complete understanding of the intent of the participant when responding to the question.
To address the second flaw, a new codebook was formulated. First, the unit of analysis was coded for content (e.g., 0 = no answer; 1 = cognitive outcome; 2 = behavioral outcome; 3 = both cognitive and behavioral outcomes; 4 = cannot determine outcome). If the content was coded as reflecting a cognitive outcome (1), the coders determined the valence of the comment (e.g., 0 = no answer; 1 = positive; 2 = negative; 3 = cannot determine valence). If the content was coded as reflecting a behavioral outcome (2), the coders determined the valence of the comment similarly to that which was described for coding the cognitive outcome. If the content was coded as reflecting both cognitive and behavioral outcomes (3), the coders determined the separate Currie-Mueller and Littlefield Journal of the Scholarship of Teaching and Learning, Vol. 18, No. 1, January 2018. josotl.indiana.edu 31 valences of the comments for cognitive and behavioral outcomes (e.g., 0 = no answer; 1 = positive; 2 = negative; 3 = cannot determine valence of content). In addition, the authors added a category to determine if and where the "epiphany moment" of learning occurred for the participant (e.g., 0 = no answer, 1 = in the classroom; 2 = in the service-learning situation; 3 = cannot determine if or where epiphany moment occurred).
Using the revised codebook, the coders were given an additional 38 randomly identified units of analysis for a third round of testing. The authors used Landis and Koch's (1977) An additional 38 randomly identified units of analysis were isolated for a final comparison to test for drift. The complete data set was then divided between the two coders and all 374 revised units of analysis were coded. The test for drift produced satisfactory inter-coder reliability as noted in Table 1 .
Data Analysis
Once the data were coded, each unit of analysis was grouped into one of the four categories (no answer, cognitive, behavioral, both cognitive and behavioral, cannot determine) and responses associated with each were analyzed. While the number of units of analysis was 382 participants, the authors removed an additional eight participant units of analysis who did not provide an answer for the question on the larger survey from which this study was a part, bringing the total participant units of analysis for this study to 374. The authors then reviewed the participants' responses and identified common themes to determine the nature of the perceptions identified. Table 2 provides the categorical breakdown of units of analysis into cognitive, behavioral, both cognitive and behavioral, and other. The results suggest that overwhelmingly, over 95% of the students recognized learning outcomes associated with the service-learning assignment. Table 2 also shows the valence associated with cognitive, behavioral, and both cognitive and behavioral Currie-Mueller and Littlefield Journal of the Scholarship of Teaching and Learning, Vol. 18, No. 1, January 2018. josotl.indiana.edu outcomes identified by the students. The data suggest students' recognition of cognitive outcomes is more positive than their recognition of behavioral outcomes. Table 3 reports the location of the epiphany moment of learning. As expected, the service-learning context proved to be at the center of the service-learning experience for the vast majority of the participants. 
Results
Descriptive Statistics
Emergent Themes
After the units of analysis were coded to identify the primary outcome, valence, and epiphany moment of learning, the data were sorted by groups of responses to gather exemplars to illustrate the nature of the comments provided by the participants. The following themes are grouped by primary outcome and valence. The original syntax of the respondents is used for authenticity and all participants have been given pseudonyms in this paper.
Positive Cognitive Themes
Participants provided comments suggesting what they learned and how they applied concepts presented in class to their service experiences. John referenced the overarching theoretical approach used in the course to familiarize students with different ways of studying and interacting with other cultures:
Positive Behavioral Themes
From a behavioral perspective, students provided examples of affected personal behaviors resulting from their service-learning experience. Alisha explained how she became more open to other people:
"Usually, I confine myself to campus. I do not adventure around very much and therefore do not meet any different people. Because of this class, I was able to meet a lot of interesting people from other countries. Also, I met with people of lower economic status than me. This gave me the perception of how different people from other countries and other status groups are. It also taught me that we are very similar as well."
Tim found his particular communication with an elderly person helped him understand that his behavioral approach had an impact:
"I liked using the dialogical approach ideas. I worked a lot in the Alzheimer's unit and depending on the dialogue I used, the clients may or may not remember you. I worked with one gentleman who was an absolutely hilarious person to talk with and after spending an entire afternoon with him, I came back the next day and he remembered who I was. I felt like I had actually made an impact."
These examples are reflective of the comments made by students who acknowledged behavioral outcomes stemming from the service-learning experience.
Negative Cognitive Themes
While the vast majority of the comments were positive, there were students who shared that the experience had not increased their level of understanding. Typically, comments indicating that little was learned were without warrants. For example, Tom remarked:
"[The service experience] didn't really help me better understand anything from class";
and Emily added:
"I don't think [the service experience] helped in a specific way to understand a theoretical concept. But it did help me to understand about cultural communication." Negative Behavioral Themes
Similarly, the few comments suggesting a negative effect on behavioral outcomes were focused more on the experience itself. For example, one agency did not have the student volunteer working directly with clients, prompting Rob to remark:
"Since I did not have opportunities to communicate with people, I could not learn through experience which was disappointing since that is what I was hoping to do. I could imagine how they were going through minority development or how their words, actions, implications, and gestures may be different from mine but I never had a chance to test it."
A few other students who were placed into experiences that were unfamiliar to them also experienced some discomfort, as Jill confessed:
"Well for me power was hard to adjust to. The people I was working with were all older than me. I never really had any grandparents so it was hard for me to talk with them. I had the power while volunteering and I never thought I would. It was a little uncomfortable at times."
With regard to cognitive and behavioral outcomes, both positive and negative comments were identified. However, the vast majority (see Table 2 ) of the students acknowledged either cognitive or behavioral (or both) positive outcomes suggesting that the service experience enhanced their classroom learning. Jane explained: 
"Since this class allowed us to get out and actually interact with other cultures instead of just learning about it from a book
Context for Epiphany Moment
To further clarify the role of the service-learning experience, students revealed the context of their epiphany moment of learning. While some of the students acknowledged the classroom as the place where they best understood the course concepts, most of the students identified the service-learning context as the place where they actually learned the course material (see Table  3 ).
Classroom Setting
Just over 10% of the students pointed to the classroom as the place where their understanding of the course material occurred. For example, Janelle offered:
"I don't think I will ever forget the talk we had about certain people holding power for reasons that we really don't control. It's helpful and I will think back to that discussion many times in the future I believe."
David noted what perhaps may have been an experiential classroom experience as the source of his understanding: 
Discussion
This study provided some insight into whether students perceive service-learning to be beneficial in understanding course content. Using both a descriptive and interpretive lens, this study identified that the vast majority of students in the sample recognize both cognitive and behavioral outcomes associated with positive evaluations of their experiences. These results are encouraging to educators and the findings provide further reinforcement in support of work suggesting that service-learning helps students apply course concepts to contexts (e.g. Britt, 2012; Darby et al., 2013; Whitney & Clayton, 2011) .
However, perhaps most pertinent to the classroom environment was the role the service context played in the creation of the epiphany moments of learning. Student reflections provide support for where Kolb (1984) identified learning to begin. Based upon student reflections, it was in the service context where most students found that they experienced real learning. Phrases reflecting this attribution were repeated throughout the data. Students wrote that the service-learning experience . . . "helped me learn," "reinforced everything that was learned in class," "helped me experience first-hand," "helped me realize," and "helped me better understand."
These reflections reveal when students are able to determine and recognize moments of learning, students are able to apply the concepts taught in a traditional setting via the servicelearning experience. In a traditional setting, students may find it difficult to connect a topic or subject to a non-classroom scenario. Students that reflected epiphany moments, recognized exact moments of learning or acknowledged the context in which their learning occurred through applied knowledge. These students may be able to retain knowledge in the long-term because of application and identifying their epiphany moments.
While our hunch was strong that students do make connections between the servicelearning experience and the course content, the data provided a more robust identification of the nature of those perceptions as being positive. The responses included in the data set provided insight to the value of experiential learning for students. Service-learning can be a powerful tool for communication educators to employ during a course when the experience aligns with course content, and objectives (see Ahlfedt, 2009; Britt, 2012) . This study suggested students are on the same page with educators in recognizing the benefit of service-learning. However, the presence of a few comments suggesting that the setting was not conducive to positive interaction underscores the need for communication educators to make sure that the service-learning contexts will provide for meaningful communication between the student volunteer and the people who are served.
Conclusion
This study explored the intersection of service-learning in communication courses and student perceptions of experiential learning. While we know that service-learning enhances the overall university experience for many students, being able to identify more specifically how students reflect upon the experience adds insight into future academic planning and course development. Perhaps Patricia put it best when she reflected: The limitations of the present study provide opportunity for future research. Initially, while the data revealed that students overwhelmingly agree that service-learning experiences help them to better understand the course materials, discerning their level of learning proved problematic. For example, did the experience teach something new to the student or did the experience reinforce something that the student already knew. Future research could reveal how the experience contributed to learning, providing useful information for future educators as they develop their course materials and exercises.
Another aspect of understanding course materials is the acquisition of vocabulary and terminology associated with the service-learning experience. This is especially the case in the area of intercultural communication where students are presented with specific, cultural terms to help them understand and analyze their own cultural communication practices. One related aspect of the larger study was to determine the use of specific terminology from the course in the student responses to the questions on the survey. There was some indication that a large number of the students responded to the question probe using course-specific terminology. Future research could more specifically explore the acquisition and usage of course terminology as a demonstration of applied learning in the service context. This could be accomplished by first examining language and terminology used in the mid-semester reports versus the final reports. Our hypothesis would be that reports would reflect more specific terms following the introduction of specific terms following the formal introduction of vocabulary when presenting intercultural theories and principles.
Overall, this study provided further support for Littlefield et al.'s (2016) earlier work, suggesting that service-learning meets general education outcomes. As our findings suggest, students do perceive the service experience as an enhancement to their understanding of course material. Thus, incorporating service-learning into our communication courses should provide additional ways to reach students and contribute to their overall education.
